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RECOGNISING 
NON-FORMAL AND 
INFORMAL LEARNING: 
AN OPEN CHALLENGE 


SANTRAUKA 

Mokymosi pasiekimg, jgytg ne formaliojo 
svietimo ribose (neformaliojo ir savaiminio 
mokymosi), visuomeninio ir institucinio pri- 
pazinimo ir jtvirtinimo perspektyva tampa 
vis akivaizdesne ir patenka j politikp darbo- 
tvark§ ne tik Europoje, bet ir kitose ne Euro- 
pos salyse. Taciau sia tema egzistuoja keletas 
atvirp probleminip institucinio ir techninio 
lygmens klausimp. Siame straipsnyje neketi- 
nama pateikti visus atsakymus j siuos klau- 
simus, ar pasiulyti koki^ nors teorij^. Taciau 
jame bus pameginta pateikti kelet§ apm^sty- 
mp ir pakalbeti apie atviras veikos kryptis ir 
kai kuriuos svarbius jp aspektus. 

• KAS LAIKYTINA ir kas nera laikytina 
neformaliuoju ir savaiminiu mokymusi? 

• Dd kokip priezascip ir kokiomis prie- 
monemis Europos salys sprendzia formaliojo, 
neformaliojo ir savaiminio mokymosi s^sajp 
problem^? 

• KAIP praktiskai tobulinamas neforma- 
lusis ir savaiminis mokymasis? 

PAGRINDINiy SAVOKg APIBREZIMAI 

• „Nebyliosios“ ir akivaizdziosios zinios - ben- 
droji s^voka patekusi is skirtingp koncepcijp, 
kur individualizuojami du priesingi zinip, 
kuriomis dalijasi bendruomene, aspektai: 


ABSTRACT 

The social-institutional endorsement towards 
the perspective of recognising and enhancing 
learning acquired outside the formal education 
and training contexts (non-formal and infor- 
mal learning), has heen gaining strength and 
has entered policy agendas throughout Europe, 
but also in other major non-European coun- 
tries. Nevertheless there are still several open 
issues on this topic both at an institutional and 
technical level. This paper does not intend to 
give answers or propose a theory. Instead, it 
will attempt to formulate some reflections and 
open work pathways on some basic aspects. 

• WHAT IS - or isn’t - non-formal/ infor- 
mal learning? 

• FOR WHOM and with which tools are 
European countries dealing with the issue of 
the relationships between formal and non- 
formal/ informal learning? 

• HOW, in operational practice, is the 
enhancement of non-formal/informal learn- 
ing dealt with? 

DEFINITIONS OF KEYWORDS 

• Tacit/codified knowledge - a generic con- 
cept coming form different models which in- 
dividuates two opposite aspects of knowledge 
shared in a community: the tacit one is a mix 
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„nebyliosios“ zinios yra kulturos, elgsenos ir 
paprociq elementi| derinys; akivaizdziosios 
yra skelbiamos, saugomos ir perduodamos 
zinios. 

• Kompetentingumas - individo ar organi- 
zacijos ypatybe priezastiniu rysiu susijusi 
su efektyvia veikla specifiniame kontekste. 
Kompetencijos (kompetencijp) s^voka pa- 
sitelkiama veiksmingesniu budu paaiskinti 
abstrakci^ kompetentingumo s^vok^, kad 
mokymosi ir ugdymo tikslais ji butp tiksliau 
ismatuota ir smulkiai suskirstyta, j zinias, ge- 
bejimus ir poziurius 

• Mokymasis visq gyvenimq - Europos svie- 
timo strategijos pagrindinis principas. Jis 
apima bendr^jj tiks4 uztikrinti mokymosi 
galimybes vis^ gyvenimq, siekiant issaugoti 
darbingum^ ir socialin^ jtrauktj. 

• Mokymosi pasiekimq pripazinimas - for- 
malusis ir/ar oficialusis mokymosi patirties 
pripazinimo procesas, suteikiantis vert§ jo 
pasiekimams nepaisant konteksto, kuriame 
jie buvo jgyti. 

• Neformalusis ir savaiminis mokymasis - 
mokymasis, kuris vyksta ne tradicineje for- 
malioje aplinkoje, bet strukturiskai apibreztos 
veiklos metu, kuri tiesiogiai nera susijusi su 
mokymusi, t. y. darbo vietoje (neformalusis) 
arba kasdieniame gyvenime (savaiminis). 

jVADAS 

Pastaraisiais metais politikp ir institucijp 
spaudimas pripazinti ir jtvirtinti mokymosi, 
jgyt^ uz formaliojo svietimo ribp (neforma- 
liojo ir savaiminio mokymosi budais) ne kiek 
nemazeja, bet tampa vis stipresnis. Mokslinio 
ir techninio lygmens debatai nesibaigia nuo 
1990 m. Per pastaruosius desimt metp jie pa- 
teko i politikp darbotvarkes visoje Europoje, 
i Europos S^jungos dokumentus, taip pat api- 
ma daugum^ ne Europos salip. 


of cultural, behavioural and custom elements; 
the codified is the declared, stored and trans- 
ferable knowledge. 

• Competence - it is an individual or organi- 
zational quality causally related to an effective 
performance within a specific context. The 
competency/ies is a term to treat the abstract 
concept of competence in a more operational 
way, more measurable and possible to be de- 
tailed, for learning/training purposes, into 
knowledge, abilities and attitudes. 

• Lifelong learning - a guide principle of the 
European education and training strategies. It 
means the overall aim of extending the learn- 
ing opportunities throughout everyone’s life- 
cycle in order to keep employability and social 
inclusion. 

• Validation of learning achievements - a pro- 
cess of formal and/or official recognition of a 
learning experience putting in value its out- 
comes regardless of the context it has been 
acquired. 

• Non formal/ informal learning - learn- 
ing which takes place outside the formal 
traditional settings but within structured 
activities not explicitly aimed to learning 
i.e. workplace (non formal) or everyday life 
(informal). 

INTRODUCTION 

The policy and institutions pressures towards 
the perspective of recognising and enhancing 
learning acquired outside the formal educa- 
tion and training contexts (non-formal and 
informal learning), has not been dropping 
during the last years; indeed, it has been 
gaining strength. The scientific and technical 
debate has been lively since the early 1990s, 
and in the last ten years it has entered policy 
agendas throughout Europe, in EU docu- 
ments, but also in other major non-European 
countries. 
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Analizuojama tema remiasi keliomis pa- 
grindinemis ekonominemis ir sociologine- 
mis nuostatomis, kurios galetp buti nusaky- 
tos dviem punktais: 

• Zinip ekonomikoje (OECD apibre- 
zimas) zmogiskojo kapitalo, kuriuo dispo- 
nuoja kiekviena salis, atsiradimas ir jo su- 
stiprinimas, tamp a strateginiu uzdaviniu 
kovojant su nuolat stiprejancia konkurendja 
globalioje rinkoje. 

• Poreikiu uztikrinti mokymosi gali- 
mybes vis^ gyvenim^ yra siekiama islaikyti 
piliecius aktyvius ir darbingus, netgi tokioje 
kaitoje, kuri budinga socialiniam ir darbi- 
niam kontekstui. Dd sios priezasties atski- 
ri asmenys privalo tureti galimyb^ paversti 
kapitalu kiekvien^ mokymosi patirtj placi^ja 
tp zodzip prasme. 

Sios pagrindines nuostatos ir su jomis 
susijusios svarbiausios s^vokos globaliza- 
cija, zinii^ ekonomika ir mokymasis visq 
gyvenimq, pastar^jj desimtmetj randamos 
keliuose Europos S^jungos dokumentuose' 
ir atitinkamai beveik visuose Europos svie- 
timo sistemp reformp projektuose, taip pat 
ir it alp. 


^ Galimybe identifikuoti, jvertinti ir pripazinti mokymosi, 
igyt^ bet kuriuo budu abipusiu sutarimu, yra pagrindine 
nuostata, uztikrinanti zmogaus mokymosi vis^ gyveni- 
m^, priimta Lisabonos Taryboje 2000 m. kovo menesj, 
pazymeta Europos Komisijos „Mokymosi vis^ gyvenimq 
memorandume" 2000 m. spalio men. 30 d. ir pakartota 
keliose iniciatyvose per pastaruosius penkerius metus, t. y. 
Europos Komisijoje (2002a). Kopenhagos deklaracija: Eu- 
ropos Ministry Tarybos profesinio rengimo deklaracija ir 
Europos Komisija, susaukta 2002 m. lapkricio men. 29-30 
d. dd glaudesnio Europos bendradarbiavimo profesinio 
rengimo srityse. Prieiga per Internet^: http://ec.europa.eu/ 
education/copenhagen/copenahagen_declaration_en.pdf 
[cituota 7.2.2008]. Europos Komisija (2002b). Paverciant 
Europos erdv^ mokymosi vis^ gyvenimq realybe. Briuse- 
lis: Europos Komisija. (COM(2001) 678 final). Prieiga per 
Internet^: http://ec.europa.eu/education/policies/lU/life/ 

communication/com_en.pdf [cituota 29.1.2008]. Europos 
Komisija (2007a). Suaugusiipij mokymosi veiksmi^ planas: 
visada tinkamas laikas mokytis. Briuselis: Europos Komisi- 
ja. (COM(2007) 558 final). Prieiga per internet^: http:// 
ec.europa.eu/education/policies/adult/com558_en.pdf 
[cituota 29.1.2008]. 


This topic is based on several basic as- 
sumptions of an economic and sociological 
nature, which may be roughly summarised 
in two points: 

• In a “knowledge-based economy” (an 
OECD definition) the emergence, as well as 
the strengthening, of the real “human capi- 
tal” that every country has, becomes strate- 
gic for tackling the increasingly strong com- 
petition of the global market; 

• the need to extend the learning op- 
portunities throughout the lifecycle is aimed 
to keep citizens active and employable, even 
in the extreme variability that characterises 
the social and occupational contexts. This 
entails ensuring that individuals have the 
opportunity to capitalise every learning ex- 
perience, in the broad sense. 

These basic assumptions, as well as the re- 
lated key concepts of “globalisation”, “knowl- 
edge-based economy” and “lifelong learning”, 
appear in several Community documents' 
of the past ten years and, in parallel, in the 
reform schemes of almost all the European 
education and training systems, including the 
Italian one. 


^ The opportunity to identify, evaluate, and recognise learn- 
ing acquired in any manner is by mutual consent the key as- 
sumption for ensuring lifelong learning throughout the per- 
sons lifecycle, as aspired by the Council of Lisbon of March 
2000, stressed in the European Commissions “Memorandum 
on Lifelong Learning” of 30 October 2000, and relaunched 
in several initiatives over the past five years i.e European 
Commission (2002a). Copenhagen declaration: declara- 
tion of the European Ministers of Vocational Education and 
Training, and the European Commission convened in Co- 
penhagen on 29 and 30 November 2002, on enhanced Eu- 
ropean cooperation in vocational education and training. 
Available from Internet: http://ec.europa.eu/education/co- 
penhagen/ copenahagen_declaration_en.pdf[cited 7.2.2008]. 
European Commission (2002b). Making a European area 
of lifelong learning a reality. Brussels: European Commis- 
sion. (COM(2001) 678 final). Available from Internet: 
http://ec.europa.eu/education/policies/Ill/life/communica- 
tionZcom_en.pdf [cited 29.1.2008]. European Commission 
(2007a). Action plan on adult learning: it is always a good 
time to learn. Brussels: European Commission. (COM(2007) 
558 final). Available from Internet: http://ec.europa.eu/edu- 
cation/policies/adult/ com558_en.pdf [cited 29.1.2008]. 
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Pavyzdziui, „Mokymosi vis^ gyveni- 
memorandume“ (2000, spalis), kur pa- 
teikiamos sesios pagrindines idejos, dekla- 
ruojami ir sie principai. 


4-OJI GAIRE; MOKYMOSI {VERTINIMAS 

Tikslas: Gerokai patobulinti dalyvavimo 
mokymosi procese irjo rezultattf supratimo ir 
(vertinimo budus, ypac neformcdiojo irsavaimi- 
nio mokymosi. Ziniij ekonomikoje zmogiskijjij 
istekliij tobulinimas ir visavertis naudojimas yra 
lemiamas konkurencingumo palaikymo fak- 
torius. Siame kontekste diplomai, sertifikatai ir 
kvalifikacijos yra svarbus veiksniai darbdaviams 
ir atskiriems asmenims tiek darbo rinkoje, tiek 
|moneje. Kylantis kvalifikuoto darbo poreikis 
ir auganti konkurendja tarp asmeni} siekiant 
gauti ir idaikyti darb^ s^lygoja daug didesn} nei 
anksciau pripazinto mokymosi poreikj. Kaip 
geriausiai modernizuoti jvairiij saliij sertifikavimo 
sistemas ir ji} funkcionavim^ naujomis ekonomi- 
nemis ir socialinemis s^lygomis, tampa svarbiu 
politiniu ir profesiniu klausimu visose Europos 
S^jungos dalyse. 


Neabejotinai sutariama, kad sioje srityje 
reikia nuveikti gerokai daugiau del platesnip 
visuomenes ir darbo rinkos segmentp. Aiskus 
pripazinimas bet kuria forma yra efektyvi 
motyvavimo priemone „netradiciniams besi- 
mokantiesiems”, taip pat ir tiems, kurie nebu- 
vo aktyvi darbo jega del nedarbo, seimyninip 
jsipareigojimp ar ligos. Naujoviskos nefor- 
maliojo mokymosi sertifikavimo formos taip 
pat yra svarbios pleciant pripazinimo spektr^ 
apskritai, nepaisant kokio tipo besimokanty- 
sis yra salia. 

Minetame memorandume pateikiami to- 
kie aptariamp s^vokp apibrezimai: 

• Formalusis mokymasis vyksta svietimo 
institucijose, jis jteisinamas sertifikatp ir kva- 
lifikacijp suteikimo formomis. 

• Neformalusis mokymasis yra lygiagre- 
tus vyraujancioms svietimo sistemoms ir gali 
buti teikiamas strukturiskai apibreztos vei- 
klos darbo vietoje metu, kulturos ar sporto 
organizadjose, asodadjose ir 1. 1.. 


For example, the Memorandum on Life- 
long Learning (October 2000) between its six 
key messages states the following principles. 


KEY MESSAGE 4; VALUING LEARNING 

Objective: Significantly improve the ways in 
which learning participation and outcomes are 
understood and appreciated, particularly non- 
formal and informal learning. 

In the knowledge economy, developing and using 
human resources to the full is a decisive factor 
in maintaining competitiveness. In this context, 
diplomas, certificates and qualifications are an 
important reference point for employers and 
individuals alike on the labour market and in the 
enterprise. The rising demand for qualified labour 
by employers and increased competition between 
individuals to gain and keep employment is 
leading to much higher demand for recognised 
learning than ever before. How best to moderni- 
se national certification systems and practices for 
new economic and social conditions has become 
an important policy and professional issue in all 
parts of the Union. 


There is broad consensus, however, that 
we need to do much more in this area for the 
benefit of much wider segments of the popula- 
tion and the labour market. Explicit recogni- 
tion - in whatever form - is an effective means 
to motivate ‘non-traditional learners’ as well as 
those who have not been active in the labour 
force for some time due to unemployment, 
family responsibilities or illness. Innovative 
forms of certification for non-formal learning 
are also important for widening the recogni- 
tion spectrum altogether, regardless of the 
type of learner at hand. 

Within the same Memorandum, the fol- 
lowing distinction is proposed: 

• Formal learning takes place in educa- 
tion and training institutions, leading to rec- 
ognised certificates and qualifications; 

• Non-formal learning takes place along- 
side the mainstream systems of education and 
training and may be provided through struc- 
tured activities at the workplace, cultural or 
sports organisations, associations, etc.; 
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• Savaiminis mokymasis yra natura- 
lus kasdienio gyvenimo palydovas ir gali 
buti nelaikomas mokymusi net pacip 
besimokancipjp. 

Nepaisant isaugusip socialinip reikala- 
vimp ir visuomenes poreikip, vis dar esame 
gana toli nuo standartines teorijos ar prakti- 
nes veiklos piano, siejancio sip skirtingp tipp 
mokymusi. 

Esama padetis galetp buti apm^styta, 
grjztant prie pradinip taskp ir prielaidp, ap- 
imancip pirmin^ sip kilusip debatp Europoje 
baz^. 

Kokia yra iki siol atkakliai vykdyto ES 
kreipimosi j ES salis nares prasme, kad pi- 
lieciams butp suteikta galimybe oficialiai 
konstatuoti apie vadinam^jj kompetencijp 
jgijim^ neformaliuoju ir savaiminiu budu? 
Tad kodd vis ddto tebera sunku pradeti 
skleisti si^ praktik^ ir realiai jvertinti sios 
rusies mokymusi? Kokie issukiai slypi at- 
liekant sio pobudzio veiksmus, kurie atro- 
do esantys is esmes techniniai? Kyla dau- 
gybe su sias problema susijusip klausimp. 
Straipsnyje neketinama pateikti visus atsa- 
kymus, ar pasiulyti teorijos. Jame bus ban- 
doma pasidalyti kai kuriais apm^stymais ir 
suformuluoti atviras veiklos kryptis trims 
sios problemos aspektams: 

1. KAS LAIKYTINA ir kas nera laikyti- 
na neformaliuoju ir savaiminiu mokymusi? 

2. Del kokip priezascip ir kokiomis 
priemonemis Europos salys sprendzia for- 
maliojo, neformaliojo ir savaiminio moky- 
mosi s^sajp problem^? 

3. KAIP praktiskai skatinamas nefor- 
malus ir savaiminis mokymasis? 

Sio tikslo bus siekiama, pateikiant kom- 
piliacines ir lyginamosios literaturos salti- 
nip ir tarn tikrp su tuo susijusip institucinip 
nuostatp Italijoje analiz^. Siekiant numatyti 
ateities tyrimp perspektyvas, demesys bus 
sutelktas j kai kuriuos diskusijp elementus. 


• Informal learning is a natural accompa- 
niment to everyday life and may well not be 
recognised as learning even by individuals 
themselves. 

In spite of increasing social demand and 
societal needs, we are still a long way from ei- 
ther a standard theory or a practical policy on 
linking these different types of learning. 

Maybe we can reflect on this situation go- 
ing back to some starting points and premises 
that represent the original basis of this emerg- 
ing European debate. 

What is the sense of the appeal being 
made for so long and so insistently by the EU 
to Member States so citizens are given the op- 
portunity to officially state the possession of 
so-called non-formal and informal competen- 
cies? And why is it nonetheless still so difficult 
today to launch and disseminate these prac- 
tices as well as to give real value to this kind 
of learning? What challenges are really hid- 
den behind this operation, which apparently 
seems to be only technical? There are numer- 
ous questions about this issue. This paper does 
not intend to give answers or propose a theory. 
Instead, it will attempt to formulate some re- 
flections and open work pathways on three 
aspects of the problem: 

1. WHAT IS - or isn’t - non-formal/infor- 
mal learning? 

2. FOR WHOM and with which tools are 
European countries dealing with the issue of 
the relationships between formal and non-for- 
mal/informal learning? 

3. HOW, in operational practice, is the en- 
hancement of non-formal/informal learning 
dealt with? 

This purpose will be aimed by a compila- 
tion and comparative analysis of some litera- 
ture sources and of some pertinent institution- 
al provision adopted in Italy. Moreover some 
elements of the debate will be focused in order 
to give some further research perspectives. 
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1 

KAS LAIKYTINA IR KAS NERA 
LAIKYTINA NEFORMALIUOJU IR 
SAVAIMINIU MOKYMUSI? 

Europos Komisijos memorandume varto- 
jama terminologija is pradziij gali priminti 
pavirsutinisk^ interpretacij^, taciau ji turetp 
jkvepti analizuoti problem^ atsizvelgiant j 
vis^ jos kompleksiskum^. S^vokos „nefor- 
malusis" ir „savaiminis“ is tiesp atkeliavo is 
daugybes studijp ir atvejp tyrimp, atliktp ir 
jtvirtintp Europos profesinio rengimo ple- 
tros centro (CEDEFOP) nuo 1990 m. Jos 
greiciausiai buvo pasirinktos kaip tautolo- 
giniai pasakymai vietoj aiskesnip ir speci- 
fiskesnip zodzip. Be to, buvo siekiama rasti 
sip s^vokp atitikmenis jvairiose Europos S^- 
jungos kalbose (tokiu paciu budu buvo pasi- 
rinkta s^voka „mokymosi rezultatai” (angl. 
learning outcomes) Europos kvalifikacijp 
s^rangos (EKS^) rekomendacijoje). 

Kalbant apie NEformalpjj ir SAvaiminj 
mokym^si siai s^vokai, be jokios abejones, 
priskiriama (formalumo) trukumo pozy- 
mis ar netgi prieUngybe (formalumui), pa- 
gal kurj apibudinamas sis mokymosi budas. 
Tarsi butp sakoma: tai mokymosi budas, 
nepasizymintis formalumu arba priesingybe 
formalumui. 

Galimybe pripazinti, sertifikuoti ar 
patvirtinti sio mokymosi pasiekimus gali 
reiksti meginim^ prideti ar papildyti prie 
pripazjstamo mokymosi kategorijos tarn ti- 
kras kitokias zinias, kurios atsiranda tarsi 
„piktzole kultivuojamame lauke“ ir kuriai 
reiketp rasti teiset^ viet^ sistemoje. 

Neformalusis ir savaiminis mokymasis 
kaip toks yra didele vertybe atsizvelgiant 
ne tik j svarbiausius Europos institucijp 
priimtus dokumentus (ES Taryba, 2004), bet 

^ „Europos Parlamento ir Europos Tarybos rekomendacija 
dd Europos kvalifikacijos s^rangos, skatinancios mokymosi 
vis^ gyvenim^ [gyvendinim^" Briuselis, 2008 m. sausio 29 d. 


1 

WHAT IS - OR ISN'T - NON-FORMAL/ 
INFORMALLEARNING? 

The terminology employed by the European 
Commission in the Memorandum which 
may, initially, prompt a superficial interpreta- 
tion, should instead, inspire a consideration 
of the issue in all its multi-dimensional com- 
plexity. The terms “non-formal” and “infor- 
mal” certainly came from a number of stud- 
ies and analyses conducted and enhanced by 
CEDEFOP since the early 1990s and probably 
were chosen, as a kind of tautological and self- 
referred word, instead of more clear and spe- 
cific terms, also to ensure translatability into 
the various languages of the European Union 
(the same happened concerning the choice 
of the term “learning outcomes” in the EQF^ 
Recommendation) . 

Actually, speaking about NON-formal 
or IN-formal learning inevitably focuses the 
concept on the attribute of lack (of formality) 
or even of opposite (to formality), which char- 
acterises this type of learning. It would be like 
saying: it is a type of learning that has no for- 
mality or that it is the opposite of formality. 

Being able to recognise, certify or validate 
the achievements of this kind of learning may 
thus imply an attempt to add, or annex, to the 
category of recognisable learning, some differ- 
ent knowledge which seems like a ‘weed in a 
cultivated field’ and for which it is necessary to 
find a legitimacy. 

By the way the non formal and informal 
learning is supposed to have a relevant value 
itself on one hand according by the main 
Documents adopted by the European Institu- 
tions themselves consider in their statements 
(Council Of The European Union, 2004), 
and on the other hand according to a num- 
ber of studies and researches dealing to the 

^ “Recommendation of the European parliament and of the 
council on the establishment of the European Qualifications 
Framework for lifelong learning” Brussels 29 January 2008. 
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ir nemaz^ kiekj studiji| ir tyrimq, susijusiq 
su darbo vieta ir mokymosi bendrijomis 
(Wenger, 1998). Sioms nuostatoms pritaria 
daugelis svietimo sistemos ekspertp ir spe- 
cialistp, kurie tyrineja, kiek neformalusis 
ir savaiminis mokymasis bei jgytos kom- 
petencijos yra svarbus individp mokymosi 
patirties ir kulturos komponentas tikr^ja tp 
zodzip prasme. Tai ypac vertingas visos ben- 
druomenes turtas. 

Taigi svietimo sistemos poziuriu sio 
tipo mokymasis reiskia ne tik naujos „te- 
ritorijos“ jsiliejimq, bet ir radikaliai keitusj 
poziurj j: 

• „zinip“ jvardijimo kategorijas; 

• s^vokos „kompetentingumas“ (angl. 
competence) daugialypum^, ypac suvokiam^ 
svietimo sistemos poziuriu kaip „speciali 4 
kalb^“, padedanci^ apibrezti ir sisteminti 
mokymosi rezultatus; 

• svietimo sistemos jgaliojimp ir jsi- 
pareigojimp interpretavim^ ir jp veikimo 
apimtj. 

Pries pradedami analizuoti jau minetus 
labai svarbius aspektus, pameginkime per- 
formuluoti pagrindines s^vokas, apiman- 
cias svarstomas problemas, tarn, kad butp 
pasiekti sios diskusijos tikslai. Buvo pame- 
ginta svarstomos problemos terminologijai, 
kuri buvo visiskai sukoncentruota j moky- 
mosi kontekst^ (formalusis = mokykla, ne- 
formalusis = darbas, savaiminis = kasdienis 
gyvenimas), suteikti kit^ poziurio task^, kur 
butp remiamasi mokymosi proceso pasieki- 
mais, t. y s^voka „kompetentingumas”. 

S^veikos tyrimuose kompetentingumo 
s^vokos tradicija buvo pradeta pletoti nuo 
80-pjp pradzios, tadau ko gero, vis dar su- 
tinkama siandien, perkeliant si^ tem^, atsi- 
radusi^ vadybos tyrimp kontekste, j reflek- 
sijos lygmenj, kuris naudingas profesinio 
rengimo ir aukstojo mokslo sistemoms. 
Remiantis tuo galima teigti, kad kompe- 


workplace and community learning (Wenger, 
1998) These assumptions could be also agreed 
by most training and learning system experts 
and professionals when they observe how 
much the non-formal and informal learning, 
as well as the related competencies acquired, 
are an important component of the individuals 
learning experience and culture, in the highest 
sense. They are thus an extremely valuable as- 
set for the entire community. 

By the education and training systems 
point of view, this kind of learning thus means 
not only annexing a new ‘territory’, hut ac- 
knowledging a radical change of view that 
concerns: 

• the “knowledge” representation cate- 
gories; 

• the multiplicity of the very concept of 
“competence”, meant, especially within the 
borders of the education and training systems 
point of view, as a “language” to describe and 
codify the learning outcomes; 

• the interpretation of the education and 
training systems mandate and commitment 
and its held of action. 

Before exploring these latter and dehnitely 
crucial aspects, we will hrst attempt to refor- 
mulate the key words connected with this issue 
exclusively for the purposes of this discussion. 
The attempt is to transfer the issue terminol- 
ogy from a focus which seems entirely centred 
on the learning context (formal=school, non- 
formal=work, informal=everyday life), to an- 
other focus based on the result of the learning 
process, i.e. on the concept of “competence”. 

The interactionist studies tradition re- 
garding the “competence” concept was devel- 
oped starting from the early ‘80s hut maybe 
it is today still the most appropriate for trans- 
ferring this topic, born in a managerial re- 
search context, to a level of rehection useful 
for VET (Vocational Education and Training) 
and HE (Higher Education) systems. From 
this, it is possible to propose a basic option 
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tentingumas^ yra sudetingas objektas, kuris 
charakterizuojamas dviem specifiniais bruo- 
zais (Boyatzis, 1982): 

• sisteminiu: kompetentingumas yra su- 
vokiamas kaip sekmingos s^veikos tarp ats- 
kiro individo ir darbo konteksto rezultatas; 

• daugiaaspektiniu: kompetentingumas 
gali buti apibreziamas kaip element^ deri- 
nys, aprepiantis element^ skal§ nuo ziniij ir 
gebejimp iki asmeninip resursp (savybes, 
motyvadja). 

Pasitelkus sisteminj santykio asmuo/kon- 
tekstas aspekt^ skirtumas tarp formaliojo, ne- 
formaliojo ir savaiminio mokymosi kontekstp 
berods padeda pazymeti konturus ir suteikia 
netiesiogin^ galimyb^ sukurti modelj. Trum- 
piau tariant, kintant mokymosi kontekstui, 
gali skirtis kompetencijp prigimtis ir kokybe, 
atsizvelgiant j mokymosi rezultatp apibreztis. 

Kita vertus, dd problemos daugiaaspek- 
tiskumo vis dar kyla daugybe diskusijp. Kas 
sudaro derinio elementus: zinios? gebeji- 
mai? poziuriai? asmeniniai resursai? Be to, 
kiek jp gali buti jtraukta j is anksto numatyt^ 
program^? 

Pldojant diskusijp, naudinga prisiminti 
kit^ mokymosi tyrimp tradidj^, kilusi^ is or- 
ganizacinio ir socialinio mokymosi srities. Sio 
pobudzio tyrimai (Nonaka, 1991) atskleidzia 
mokymosi kaip funkcij^, daranci^ poveikj 
tiek individualiai, tiek organizacinei dimen- 
sijai ir kurianci^ du bendrpjp zinip tipus: ais- 
kios zinios, turincios verbalin^ ar skaitmenin^ 
israisk^ gali buti lengvai kaupiamos ir per- 
duodamos, o nebyliosios zinios, kurios buna 
jgijusios individualip gebejimp ir veiklos bei 
interpretadnip jprodp pavida4, yra paplitu- 
sios tarn tikrose bendruomenese ir perduoda- 
mos tik per specifines sodalines s^veikos ir 
praktikos formas (Lundvall ir Borras, 1999). 

^ Daugiau informacijos apie sios s^vokos reiksm^ galima 
rasti: R. E. Boyatzis (1982). The Competent Manager: A 
Model for Effective Performance. Wiley, New York ir Spen- 
cer L. M., SpencerM. S. (1995). Competence at Work. Wiley, 
New York (italiskai Competenza nel lavoro, Angeli, Milan, 
1995). 


that envisages the competence^ as a complex 
object characterised by two specific features 
(Boyatzis, 1982): 

• Systemic: the competence is meant as 
the result of a successful interaction between 
an individual and a work context; 

• Multifaceted: the competence can be 
described as a mix of elements ranging from 
knowledge and abilities to personal resources 
(traits, motivation). 

On the systemic aspect of the relationship 
individual/context, the distinction between 
formal, non-formal and informal learning 
contexts seems to provide an outline and, im- 
plicitly, an attempt to create a model. More 
clearly, varying the learning context, also the 
nature and quality of the competencies, meant 
in the restricted meaning of learning outcome, 
may vary. 

On the other hand, on the multifaceted 
aspect of there is still much discussion today. 
Which are the elements of the mix: Knowl- 
edge? Abilities? Attitudes? Personal resources? 
And moreover how many of them can be in- 
cluded in a deliberate learning program? 

To move forward, it is useful to recall an- 
other studies tradition on learning coming 
from the organisational and social learning 
field. Those studies (Nonaka, 1991) considers 
learning itself as a function affecting both the 
individual and organizational dimension and 
creating two kind of shared knowledge: the ex- 
plicit one can be expressed through verbal or 
numerical expressions and can be easily stored 
and transferred, the tacit one which appears in 
the form of both individual abilities and op- 
erational and interpretative customs shared by 
certain commimities, which are transferable 
only through specific forms of social interac- 
tion and apprenticeship (Lundvall and Borras, 

^ The matrices of reference for this meaning of the concept 
of competences may be found in: R. E. Boyatzis ( 1982 ). The 
Competent Manager: A Model for Effective Performance, Wi- 
ley, New York (1982), and Spencer, L.M., Spencer, M.S., 
Competence at Work, Wiley, New York (Italian translation: 
Competenza nel lavoro, Angeli, Milan, 1995). 
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Pasak Nonaka, abiejij tipij zinios yra vienodai 
butinos pripazjstant kompetencij^. 

Taigi analizuojant sias dvi viena kit^ pa- 
pildancias nuostatas - pirm^j^, orientuot^ j 
kompetentingumo s^vok^, o antrgj^ - j zinip 
perteikim^ - galima prieiti isvados, kad: 

• mokymosi procesai placi^ja to zodzio 
prasme duoda kompleksinius rezultatus, 
priskiriamus asmenims ir bendrijoms ir kad 
kompetentingumo s^voka gali padeti api- 
brezti ir sisteminti mokymosi rezultatus; 

• kompetencijas sudaro jvairus ele- 
mentai; taciau, pacioje kompetencijoje mes 
galime isskirti akivaizdp komponentp, be- 
siremiantj tradicinemis zinip kategorijomis 
ir nebylpji (numanomp) elementp, kuris 
menkai (bet jmanomai) sietinas su nusisto- 
vejusiomis socialinemis nuostatomis tais 
atvejais, kai sis elementas gali buti svarbus ar 
naudingas. 

Siame teiginyje isryskintas nebylusis ir 
sunkiai apciuopiamas kompetendjos kompo- 
nentas kaip svarbiausias elementas siekiant is 
tikrpjp pasinaudoti inovatyviomis galimybe- 
mis, lyginant su akivaizdziuoju komponentu, 
kurio stiprybe, priesingai, slypi lengvame jo 
socialinio pripazinimo procese, t. y. oficialia- 
me jo sertifikavime. 

Prie sios polemikos nemazai prisidejo 
Eraut (2000), tyrinej^s neformalpjj ir savaimi- 
nj mokympsi. Jis is tiesp atmeta nuostatp, kad 
mokymosi kontekstas (formalusis, neforma- 
lusis ar savaiminis) gali buti susij^s su zinip 
akivaizdumo laipsniu. Jo pripazjstama, kad, 
pavyzdziui, neformaliojo mokymosi atveju 
vyksta jvairialypiai procesai, kurip metu gali 
buti pldojamos skirtingos zinios: kai kurios 
jp yra nebyliosios (taigi numanomos), kitos 
yra aktyviosios, o kai kurios yra pagalbines. 
Pastarosios jgyjamos per aktyviuosius ir sp- 
moningai refleksyvius procesus, kylancius is 
patirties, ir gali buti akivaizdziai isreikstos ir 
perduodamos. 

Remiantis sio autoriaus paskutiniuoju 
straipsniu galima tiksliau nusakyti sudetingus 


1999). According to Nonaka these kind of 
knowledge are both equally indispensable for 
exercising a competency. 

Thus, considering these two different but 
complementary assumptions - the first fo- 
cused on the concept of competence and the 
second on the notion of the transferability of 
knowledge - it may be concluded that: 

• learning processes meant in the broad 
sense produce complex results referable to in- 
dividuals and communities and that, for cer- 
tain purposes, the competence concept can 
help in describing and coding these learning 
outcomes; 

• competencies are composed of various 
kinds of elements. However within the com- 
petency, we can always distinguish at least an 
explicit component, referring to traditional 
categories of knowledge, and a tacit compo- 
nent, difficult (but not impossible) to refer to 
socially shared routines, whenever it could be 
necessary or useful. 

This conclusion underscores the tacit and 
elusive component of competency as a key ele- 
ment for the actual exploitation of innovative 
opportunities, opposed to the explicit compo- 
nent, which strength lies, instead, in its social 
easy recognition and, therefore, its official 
certification. 

Interesting contributions to this debate 
comes from Eraut (2000) who dealt directly 
with non-formal and informal learning. He ac- 
tually rejects the assumption that the learning 
context itself (formal, non formal or informal) 
can definitely be related to the degree of explic- 
itness of knowledge. He otherwise affirms that, 
for instance, within a non formal learning situ- 
ation different kind of processes take place and 
different type of knowledge can be developed: 
some of them are implicit (and in a way tacit), 
some other are reactive and some are delibera- 
tive. The latest knowledge takes place thanks 
to an active and conscious reflective process 
on experience and can be explicitly expressed 
and transferred. 
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tarpusavio rysius tarp skirtingos mokymosi 
prigimties (numanomos, akivaizdziosios, pa- 
tariamosios ir kt.), kontekstij (formaliojo, ne- 
formaliojo ar savaiminio) ir rezultatp (zinip, 
gebejimp, kompetencijp) ir atrasti bendrp jp 
s^lycio taskp siekiant skatinti, valdyti, atsto- 
vauti ir viesai (ar oficialiai) pripazinti indivi- 
dualaus mokymosi pasiekimus. 

Siuo poziuriu Johnson ir kt. (2002) pa- 
brezia socialin^ ekonomin^ perspektyv^, 
ieskant numanomp ir akivaizdzipjp zinip (zi- 
nip perkelimo ir tarpininkavimo) tarpusavio 
vadybos, galimybip. Sie autoriai tvirtina, kad 
jei analitinis skaidymas j akivaizdziqsias 
ir numanomas zinias padetq geriau suprasti 
kaip vyksta tapsmas kompetentingu, tuomet 
toks skaidymas butq svarbus. Kompetentingu- 
mo igijimo procesai gali buti suprantami kaip 
eile akivaizdziq ir numanomq ziniq elementq 
transformacijq ir kombinacijq" (8). 

Siuo poziuriu s^voka „ akivaizdziosios 
ir numanomos zinios“ neabejotinai reis- 
kia papildomumo aspekt^. Butent del sio 


Thanks to this last contribution it is pos- 
sible to better articulate the complex intercon- 
nections between the different natures (tacit, 
explicit, deliberative, ect), contexts (formal, 
non formal and informal) and outcomes 
(knowledge, abihties, competency) of learning 
and also to find the synergies among them in 
order to promote, manage, represent and so- 
cially (or officially) recognise the individual 
learning. 

In this regard Johnson et al. (2002) un- 
derlines the importance of a socio-economic 
perspective in detecting the potentialities of 
a synergic management of tacit and codified 
knowledge (knowledge transfer and media- 
tion) These authors affirm ". . . if the analytical 
distinction between codified and tacit knowl- 
edge would make it easier to understand how 
competence building takes place that would also 
make the distinction important. The process of 
competence building may be seen as a series of 
transformations and combinations of explicit 
and tacit elements of knowledge” (8). 



1 pav. Kompetentingumo samprata mokymosi kontekste 
Fig. 1 . A competence seen by the learning context 
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papildomo aspekto, kaip veliau pamatysime, 
profesinio rengimo ir aukstojo mokslo siste- 
mos turi veikti ir balansuoti atsizvelgdamos j 
specifinius vartotojp poreikius. Musp many- 
mu, sis papildomumo aspektas nusako: 

• Profesinio rengimo ir aukstojo mokslo 
sistemp reformp sankirtas Europoje. 

• Metodologines isplestinip tyrimp vei- 
klos gijas ir sios srities inovadjas. 

• Nauj^ svietimo institucijp misij^. 

Is esmes nejmanoma paneigti, kad vie- 
nas is svarbiausip svietimo sistemos ir jos 
vykdytojp uzdavinip, yra puoseleti jvairialy- 
pes mokymosi galimybes, jskaitant praktin^ 
ir refleksyvipj^ patirtj (patirtinj ir refleksyvp 
mokymosi), yra tik kitas to paties klausimo 
aspektas: t. y. skatinti pakelti deklaratyvi^sias 
zinias j labiau numanom^ ir labiau strateginj 
mokymosi lygmenj. 

Todd, grjztant prie profesinio rengimo ir 
aukstojo mokslo sistemp misijos, naujp funk- 
djp esme yra surasti ir pritaikyti priemones, 
galincias sukurti „begimo takelj", siejantj 
akivaizdzipsias zinias $u numanomomis 
ziniomis, takelj, kuriame is mokymosi or- 
ganizatorip yra reikalaujama dirbti jautriai 
ir lanksdai, atsizvelgiant j jvairias galimy- 
bes ir atitinkamus vartotojp ir organizacijp 
poreikius. 


Inevitably, in this viewpoint, the “codified 
knowledge/tacit knowledge” concept commu- 
nicates a complementarity. And it is precisely 
this complementarity - as we will see later - 
that the VET and HE systems must manage 
and balance according to the specific needs of 
their users. In our opinion, this complementa- 
rity represents: 

• The junction of the ‘VET/HE systems’ 
reforms in Europe; 

• The methodological strand of the ex- 
tensive research activity and innovation in 
this field; 

• The new mission of the education and 
training agencies. 

It is, in fact, undeniable that one of the 
fundamental roles of the education and train- 
ing systems and their operators, i.e. fostering 
the multiple learning opportunities, including 
practical and reflective experiences (experien- 
tial and reflective learning), is the other side of 
the same question: i.e. promoting the transfer 
of declarable knowledge towards a more im- 
plicit and more strategic level of learning. 

Therefore, to return to the mission of the 
VET/HE systems, the core of the new func- 
tions lies in identifying and applying tools that 
are capable of creating a ‘running track’ be- 
tween coded knowledge and tacit knowledge, 
a track on which the learning operator is called 


Patirtinis mokymasis ir reflektyvQs metodai 

Akivaizdziosios zinios Experiential learning Reflective methods jebyliosios" (numanomos) zinios 

Codified knowiedge Tacit knowledge 


Neformaliojo irsavaimlnio mokymosi pripazinimas 
Recognition of non-formal and informal 


2 pav. Perejimo nuo akivaizdziiyi) prie numanomq ziniq profesinio rengimo ir aukhojo mokslo sistemq misijoje sistema 
Fig. 2. For a running system between coded and tacit in the 'VET/HE systems' mission 
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Taciau kaip sios naujos funkcijos gali 
buti priskirtos mokymo jstaigoms? Ir kick 
strukturiskai apibreztos zinios (taip pat ir 
ekonominiu poziuriu), jsisavintos formalia- 
me kontekste, yra vertingesnes palyginti su 
tomis, kurios yra jgyjamos neplanuotai, uz 
mokymo institucijp veikimo lauko? 

2 

KAM IR KAIP EUROPOS SALYS 
SVARSTO SANTYKIOTARP 
FORMALIOJO IR NEFORMALIOJO 
MOKYMOSI KLAUSIMA? 

Specializuoto ir institucinio rengimo pletoji- 
mas yra viena is ryskiausii} nudienes Europos 
visuomenes ypatumi^. Siame kontekste dide- 
jantis susidomejimas mokymusi, vykstanciu 
uzformalaus rihi}, gali atrodyti paradoksalus. 

(Jens Bjornavold, CEDEFOP, 
„Mokymosi darymas matomu“) 
Taigi reikia radikaliai perm^styti, kaip veikia 
mokykla, kultura ir mokymas bei perinter- 
pretuoti tai atsizvelgiant j mokymosi procesp 
kompleksiskum^, kuris turi buti skatinamas, 
palaikomas, stiprinamas ir pripazjstamas. 
Todel, pradejus nuo mineto perm^stymo, 
kad jmanoma jveikti pazinimo ribas, sian- 
dien Italijoje juntamas daugumos mokyklp, 
universitetij ir konsultavimo jmonip vadovp 
ir vykdytojp jsitraukimas. Italijoje sis klausi- 
mas, apimantis vis^ svietimo ir mokslo siste- 
m^, taip pat yra labai reiksmingas. 

Iniciatyvos, kurios, kaip atsakas j siuos 
reikalavimus, aptinkamos daugelio Europos 
profesinio rengimo ir aukstojo mokslo sis- 
temp reformos priemonip jgyvendinime, is 
tikrpjp atitinka „begimo takelio“ modelj ir 
todel gali buti apibreztos dviem placiomis 
kategorijomis: 

1. Aktyviosios iniciatyvos, skirtos pero- 
rientuoti svietimo sistem^ j kompetencijomis 
grjst^, kurios yra apibreziamos kaip sudetin- 
gi reiskiniai. Is esmes tai reiskia kait^ tarp 


upon to move sensibly in relation to the vari- 
ous opportunities and needs of the respective 
users and organisation. 

But how can these new functions be as- 
signed to the training agencies? And how much 
(economically also) is structured knowledge 
learned in a formal context worth, compared 
to that which takes place in an unplanned 
manner outside of the training agencies’ op- 
erational sphere? 

2 

FOR WHOM AND HOW ARE 
EUROPEAN COUNTRIES DEALING 
WITH THE ISSUE OF THE 
RELATIONSHIPS BETWEEN FORMAL 
AND NON-FORMAL LEARNING? 

“The development of specialised and institu- 
tionalised training is one of the most distinct 
characteristics of European societies of today. 
Against this background, growing interest 
in learning taking place outside the formal 
education and training domain may seem 

paradoxical”. 

(Jens Bjornavold, CEDEFOP, 
“Making Learning Visible”) 
Thus, it is a matter of radically rethinking how 
school, culture, or training are carried out and 
reinterpreting it with respect to the complex- 
ity of the learning processes that must be pro- 
moted, supported, enhanced, and recognised. 
Therefore, it is starting from this re-examina- 
tion that it is possible to tackle a frontier that 
today, in Italy, sees the involvement of practi- 
cally all the decision-makers and operators of 
the world of school, training, university, and 
guidance. Indeed, in Italy, also, this issue has 
had great importance in the reforms involving 
the entire education and training system. 

Actually, the initiatives that, in response 
to these requests, can be found within the 
framework of the reform measures of most of 
the European VET/HE systems are consistent 
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formaliojo mokymosi ir patirties, pastebim^ 
jvairiomis formomis (privalomp studijp lai- 
kotarpiu mokyklose ir gamybines praktikos 
sutartyse, tiltu tarp jvairip formaliojo moky- 
mosi galimybip), taip pat kurim^ sistemp, ku- 
dos uztikrintp svietimo pasiu4 orientuoj an- 
tis i kompetendjp jgijim^. Todel pastangos 
sukurti kompetendjp standartus yra dekla- 
ruojamos beveik visoje Europoje (pirmiausiai 
ir labiausiai Didziojoje Britanijoje, Ispanijoje 
ir Prancuzijoje). 

2. Kompensuojamosios iniciatyvos, ku- 
dos nukreiptos formalizuoti darbo ar gyve- 
nimo patirtj, pritaikant principus, taisykles, 
proceduras ir priemones, galincias palaikyti 
kreditavimo koncepcij^, reikaling^ skatinant 
prieinamum^ prie tradicinio svietimo. Pui- 
kus pavyzdziai Europoje yra prancuzp VAE 
(pranc. Validation des Acquis de VExperience) 
ir anglp APEL (angl. Accreditation of prior ex- 
periental learning). 

Is tiesp sie du iniciatyvp tipai turi vadi- 
namqj^ „kartos“ svarb^: aktyviosios inida- 
tyvos daugiausiai yra susijusios su pirmpja 
mokymosi vis^ gyvenime faze (anksdau ji 
butp vadinama pirminiu rengimu). Kita ver- 
tus, kompensuojamosios iniciatyvos atlieka 
„amortizatoriaus“ vaidmenj, siekiant susvel- 
ninti „infliacijos“ efekt^, kuris nuolat keliant 
kompetentingumo ir patirties kartell (nemi- 
nint kaitos darbo rinkoje) jtakoja brandesnip 
kartp atsiradim^ (tp, kurie butp pavadinti 
t^stinio mokymo vartotojais). 

Ypac jdomus atvejis Italijos sistemos eks- 
perimentp panoramoje apima aukstojo tech- 
ninio mokslo ir profesinio rengimo darinj 
(IFTS, angl. Higher Technical Education and 
Training), kuris yra pirmoji visuomenine ir 
institucine neakademine aukstojo mokslo 
posisteme Italijoje. 

IFTS sistema buvo sukurta remiantis jos 
steigimo jstatymu ({statymas 144/99) suteikti 
kvalifikacijq ir isplesti mokymo teikimo pa- 
slaugq dirbantiesiems ir nedirbantiesiems jau- 
nuoliams ir suaugusiesiems. 


with the model “of the running track” and 
therefore can be traced to two large categories: 

1. Proactive initiatives, established to 
re-direct education and training systems to- 
ward competencies intended as complex ob- 
jects. This essentially means the alternance 
between classroom and experience observed 
in various forms (compulsory study periods 
in the school and training pathways, com- 
pulsory training in apprenticeship contracts, 
bridges among the various formal channels), 
but also systems for coding the training sup- 
ply according to competencies. And thus the 
attempt to build standards of competence is 
manifested throughout almost all of Europe 
(first and foremost in the United Kingdom, 
Spain, and France); 

2. Compensatory initiatives, which aim 
to lead back the work or life experience to a 
formahsation with the adoption of principles, 
rules, procedures and instruments capable of 
supporting the concept of credit for access 
to traditional education or training. Excel- 
lent examples in Europe are the French VAE 
(fr. Validation des Acquis de VExperience) and 
Enghsh APEL (Accreditation of prior experien- 
tial learning). 

Actually these two types of initiatives 
have a significance which might be called 
“generational”: the proactive initiatives are 
connected mainly to the first phase of life- 
long learning (once, it would have been 
called initial training). On the other hand, the 
compensatory initiatives aim to act as a buf- 
fer against the effect of “inflation” which the 
constant raising of the average level of com- 
petence and expertise - not to mention the 
variability of the labour market - produces 
on the more mature generations (those who 
once would have been called users of con- 
tinuing training). 

A particularly interesting case in the 
panorama of system experiments in Italy con- 
sists of the Higher Technical Education and 
Training (IFTS) pathways, the first pubhc and 
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IFTS mokymo prerogatyva yra tai, kad, 
budama alternatyvi, ji yra atvira labai jvai- 
riems vartotojams (jaunimui ir suaugusie- 
siems, dirbantiesiems ir nedirbantiesiems), 
orientuota j vietines rinkos poreikius, o ne j 
numanomos teorines vartotojp populiacijos 
mokymo poreikius. IFTS susikurimo s^lygo- 
tas sip dviejp iniciatyvp atsiradimas: 

• Nacionalinip kompetentingumo stan- 
dartij parengimas (Unifikuota konferendjos 
sutartis 2002 m. lapkrido 19 d.) sertifikuoti 
ir pripazinti kreditus sio tipo rengimo pro- 
gramose gali buti priskiriamas aktyviajai 
nuostatai. 

• Istatymu numatyta galimybe jteisin- 
ti ankstesnj mokym^si visiems studentams, 
lankantiems siuos kursus, zinoma, laikytina 
kompensuojamgja nuostata. 

Atsizvelgiant j pastar^jj aspekt^, kuris 
toliau bus musp analizes asis, aukstojo tech- 
ninio mokslo (IFTS) jgyvendinimo 2001 m. 
spalio 31 d. nutarime teigiama: 

Str. 3 (proceduros siekiant mokslo prieina- 
mumo) 

1. Jaunuoliai ir suaugusieji, paprastai t^sia 
aukstojo techninio rengimo studijas, turedami 
aukstesniojo vidurinio issilavinimo sertifika- 
tq. Tiems, kurie neturi aukstesniojo vidurinio 
issilavinimo sertifikato, taip pat leidziama 
studijuoti akreditavus kompetencijas, jgytas 
ankstesnio mokymosi ar darbo metu, baigus 
privalomo mokymosi programas ypac didelj 
demesj skiriant kvalifikacijai, jgytai jvykdzius 
privalomojo mokymo reikalavimus, apibreztus 
144/99 jstatymo 68 straipsnyje. 

2. Siekiant studijuoti aukstojo techni- 
nio mokslo institucijoje (IFTS), kompetenci- 
jq akreditavimas susideda is anksciau jgytq 
kompetencijq, taip pat jgytq ir gyvenimiskos 
veiklos metu jvertinimo bei bet kokiq moky- 
mosi kreditq pripazinimo, siekiant nustatyti 
individualiq mokymosi trukm^. Kompetencijq 
akreditacijos proceduros apibreztos sutartyse, 
isdestytose 5 straipsnio 3 pastraipoje. 


institutional non academic Higher Education 
and Training sub-system in our country. 

The IFTS system was created, according 
to its establishing law (Law 144/99) “to qualify 
and broaden the training supply intended for 
young people and adults, employed and not 
employed”. 

In this viewpoint, the prerogative of the 
IFTS pathways is that of being an option open 
to very differentiated users (young people/ 
adults, employed/not employed), which is 
firmly ‘anchored’ to the needs of the local mar- 
ket instead to the presumed training needs of 
a theoretical user population. This has entailed 
the simultaneous start-up in the IFTS path- 
ways of both types of initiatives: 

• The definition of a Repertory of Na- 
tional Competence Standards (Unified Con- 
ference Agreement of 19 November 2002) 
for the certification and credit recognition in 
these training programs, can be considered a 
proactive provision. 

• The opportunity of validation of previ- 
ous learning, envisaged as a right for aU the 
students accessing to these courses, is certain- 
ly a compensatory provision. 

With regard to this latter aspect, which 
hereinafter will be at the centre of our analy- 
sis, the IFTS Implementation Regulation of 31 
October 2001 states: 

“ART. 3 (procedures for accessing pathways) 

1. Young people and adults generally en- 
ter the higher technical education and train- 
ing pathways with the possession of an upper 
secondary education certificate. Access to the 
pathways is also permitted to those who do not 
hold the upper secondary education certificate, 
after accreditation of the competencies acquired 
in previous education, training and work path- 
ways after completing the compulsory schooling 
taking into account, in particular, the qualifica- 
tion attained during the fulfilment of the com- 
pulsory training requirement specified in Art. 68 
of Law 144/99. 
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Neformaliojo ir savaiminio mokymosi 
jvertinimo galimybes Italijoje iki siol vis dar 
nera jprastas ir placiai paplit^s reiskinys ir sie- 
jamas tik su specifinemis profesinio rengimo 
ar aukstojo mokslo posistememis. Nepaisant 
to Europos Sgjunga skatina salis nares kurti 
placios apimties neformaliojo ir savaiminio 
mokymosi pripazinimo strategij^. 

Siuo atveju deretp paklausti, kokia gy- 
ventojp dalis galetp pasinaudoti sia nuosta- 
ta, kiek ji butp paklausi ir reikalinga ir koki^ 
besinaudojancipjp populiacija turetp buti? 

Italijoje pastaraisiais metais vartotojai, 
kurie labiausiai jsitrauke j projektus ir ini- 
ciatyvas, susijusias su minetais tikslais, buvo 
tradiciskai jvardijami kaip „jsidarbinimo 
tyrimp“ dalyviai, jskaitant profesijos kon- 
sultantus. Trumpai apzvelkime, kas tokie jie 
yra. 

Moterys, pasitraukusios is darbo rinkos 
keletui metp ir turincios kvalifikacijos at- 
naujinimo ir jvertinimo naujomis s^lygomis 
poreikj. Jos buvo tipiska vartotojp grupe, 
turinti neformaliojo mokymosi pripazini- 
mo poreikj. Italijoje si veiklos kryptis buvo 
pletojama gana akivaizdziai remiantis pran- 
cttzp (Perkvalifikavimo centrp) poziuriu ir 
modeliais (pavyzdziui, Cora centrai tiesio- 
giai pereme sj modelj). 

Ilgalaikiai bedarbiai (ypac tie, kurie 
gauna socialin^ param^). Italijoje butent 
sioje kategorijoje isryskeja strukturinio sil- 
pnumo pozymiai del uzsit^susios bedarbys- 
tes bukles (daznai jie yra susij^ su sunkiai 
identifikuojamo nedeklaruoto darbo patir- 
timi) ir elgsenos bei nuostatp sudetingumo 
del ryskaus priesinimosi bet kokiems po- 
kyciams. Apskritai kalbant, vartotojp grupe 
yra idealus neformaliojo ir savaiminio mo- 
kymosi pripazinimo veiksmp objektas, ypac 
turint omenyje profesinio perkvalifikavimo 
projektus. 

Didziule socialiai pazeidziami| varto- 
tojp kategorija. Tai yra misri tiksline gru- 
pe, kadangi jp pazeidziamumas gali buti 


2. For the purposes of access to the IFTS 
pathways, the accreditation of the competencies 
consists of the validation of the competencies 
previously acquired, also through work and life 
experiences, and the recognition of any training 
credits for the determination of the length of the 
individual pathway. The procedures for accredi- 
tation of the competencies are defined by means 
of the agreements stated in Art. 5, paragraph 3”. 

The opportunity of validation of non- 
formal and informal learning is still by now 
in Italy not generalized and wide spread but 
linked just to specific VET or HE sub-systems. 
Nevertheless the EU encourages the member 
States to make of the validation on non-formal 
and informal learning a large scale policy and 
no more a set of good practices. 

At this point, it is legitimate to ask what 
kind of population could beneht of this kind 
of provision, on the base of which demands or 
needs, and how wide this population could be? 

In Italy, the user categories most involved 
in projects and initiatives connected with 
these objectives have been, in recent years, 
the traditional reference populations of the 
‘employability measure’ actions, including the 
vocational guidance ones. Let’s hriefly see who 
they are. 

Women who left the labour market for 
several years and need their competencies to 
he retrained, updated, and valued in new op- 
portunities. They have heen the typical user- 
pool in relation to an assumed need for recog- 
nition of non-formal learning. In Italy as well, 
with reference to this target, a consistent oper- 
ational trend has developed that refers more or 
less explicitly to the models and approaches of 
the French Retravailler Centres (for example, 
the network of Cora Centres has adopted this 
model as its main reference). 

The long-term unemployed (especially 
those supported economically with welfare 
aid). In Italy, this particular category high- 
lights characteristics of structural weak- 
ness owing to the prolonged unemployment 
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atsirad^s del nejgalumo ar sunklij sodaliniq 
s^lygij: buv^ nuteistieji ar narkomanai, imi- 
grantai ir kt. Daugelyje bandomi|ji| projektq, 
kurie buvo jgyvendinami Italijoje pastaruo- 
sius desimt metij, buvo sukurti modeliai ir 
metodai, pagal kiekvienos is sip tikslinip 
grupip specifik^. Akivaizdu, kad siais atve- 
jais didzioji dalis veiksmp buvo atliekami 
del pagalbos ir ir paramos trukumo, taciau 
jp tikslas - sustiprinti akivaizdziai neisreiks- 
tas turimas kompetencijas, remiantis tradi- 
ciniais kriterijais, taip pat dave stebinancius 
rezultatus. 

Dirbancipjp vartotojp atveju tradicis- 
kai projektinip veiksmp tikslas yra siejamas 
su persikvalifikavimo ir t^stinio mokymosi 
poreikiais; galetp buti neabejotinai teigiama, 
kad dar nera reiksmingos praktikos sklaidos, 
nors, nacionaliniame lygmenyje vyksta dis- 
kusija ir pritraukiama nemazai lesp. Tai gali 
buti susij^ ne tik su is esmes menku paslaugos 
prieinamumu, bet ir su jos sudetingumu, kai 
jtraukiamos jmones. 

Kalbant apie sias tradicines tikslines gru- 
pes, kyla abejonip: ar gali tokio pobudzio 
vartotojp klasifikacija - skirstymas pagal 
jsidarbinim^ ar lytj - padeti apibrezti pro- 
ceso ypatumus, reikalingus neformaliajam 
mokymuisi pripazinti? Ar galetp egzistuoti 
kitos poreikip klasifikavimo sistemos, kurios 
dar nera iki galo istirtos? Suprantama, kad si 
naujove, iskelta ir palaikoma su strategija ir 
su kontekstu susijusip svarstymp, siuo metu 
turbut tda silpnai paremta konkreciais duo- 
menimis ir poreikiais. 

Oficialios statistikos apie asmenis, daly- 
vavusius ankstesniojo mokymosi pripazini- 
mo procesuose nera, taciau remiantis Isfol ir 
Romos universiteto atlikta apklausa nefor- 
maliojo ir savaiminio mokymosi socialinis 
jsis^moninimas yra budingas jaunimui. Be- 
veik 72 proc. jaunimo nuo 18 iki 33 metp 
amziaus tvirtina, kad jie jgijo svarbi^ savo 
kompetencijp dalj neformaliuoju ir savai- 
miniu budu, o puse sios asmenp grupes (36 


condition (often accompanied by hard-to- 
identify experiences of undeclared work) and 
the complexity due to behaviour and attitudes 
of marked resistance against change. Generally 
speaking, these users are an ideal target for this 
type of action, especially in view of vocational- 
retraining projects. 

The wide category of disadvantaged us- 
ers. This is a composite target group as the 
possible disadvantage derives from handicaps 
or difiicult social condition: former convicts or 
drug addicts, immigrants, etc. Numerous pi- 
lot projects conducted in Italy in the past ten 
years have concerned models and methods 
developed ad hoc for each of these user cat- 
egories. Obviously, in these cases most actions 
were based on the limitation of the hardship 
and personal care support; but the objective 
of such actions to enhance the competencies 
possessed, obviously not visible on the basis of 
traditional criteria, also produced surprising 
results. 

As for employed users, the traditional ref- 
erence target for actions connected with the 
needs for retaining competencies and continu- 
ing training, it may imdoubtedly be said that, 
while in the presence of signiftcant develop- 
ments in the national discussion and of impor- 
tant inputs within the ftnancing lines, there is 
not yet a sutftcient dissemination of practices. 
This may be connected to a situation of little 
real availability of the service, but also to the 
complexities arising when the enterprise comes 
into play. 

While considering these traditional ben- 
eficiaries target groups a doubt arises: can a 
user classification of this type - by employ- 
ment or gender condition - help in defining 
the characteristics of a process intended for 
the recognition of non-formal learning? Is it 
possible that there may be other systems for 
coding the needs, which have not been suffi- 
ciently investigated? It seems clear that this in- 
novation, promoted and supported by strategy 
and context-linked considerations, is perhaps 
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proc. visos imties) siektp jteisinimo paslau- 
gos, jei tik ji butp prieinama. 

Svarbiausios tikslines grupes, potencia- 
liai besidomincios ankstesniojo mokymosi 
jvertinimu, yra: darbuotojai, bedarbiai, jauni- 
mas, ieskantys nuolatinio darbo arba savaime 
jgytos patirties pripazinimo, bei imigrantai. 

Taciau ar gali sie poreikiai atsirasti, kol 
tokia nauja paslauga netapo faktine ir pa- 
ruosta naudojimui? 

3 

KAS PRAKTISKAI DAROMA 
SIEKIANTPAGERINTI NEFORMALgj| 
MOKYMASI? 

Dukte: Teveli, kick tu zinai? 

Tevas: As? Hmm, as turiu apie svarq ziniq. 

D: Nekvailiok. Ar tai svaras sterlingq ar svorio 
svaras? As klausiu, kick tu zinai? 

T: Na, mano smegenys sveria apie du svarus, 
taigi manau, kad as naudojuosi apie ketvirciu 
jq arba produktyviai naudoju apie ketvirtj. 
Sakykim, pus^ svaro. 

(Gregory Bateson, 
„Zingsnis j proto ekologij^“) 
Aplenkdami potencialip vartotojp proble- 
ms, kuri yra labai svarbi siekiant suprasti, 
ks turetume daryti toliau, grjzkime atgal 
prie grynai techninip sio klausimo aspek- 
tp. Remiantis eksperimentais, atliktais Ita- 
lijoje ir ypac kitose Europos salyse, galima 
nubrezti logisk^, nors gal ir ne visai meto- 
dologinj kelis link neformaliojo mokymosi 
pripazinimo veiklos schemos. Musp uzsi- 
breztas tikslas yra papildyti bendrpjp zinip 
schems neformaliojo ir savaiminio moky- 
mosi pasiekimp dalimi siekiant padidinti 
jp vert^ ir jtraukti juos j socialines informa- 
cijos sistems- 

Todd siuo atveju reiketp pabrezti, kad 
nors tiesa yra tai, jog problema sudetinga, 
taip pat tiesa ir tai, jog daugelis salip jau 


today scarcely based on actual, concrete data 
and needs. 

There are not official statistics concern- 
ing the population involved in validation pro- 
cesses but, according to a survey carried on 
by Isfol and the University of Rome, there is a 
wide spread social awareness of the relevance 
of non formal and informal learning especially 
among young people. Almost the 72 percent of 
young between 18 and 33 years old state they 
achieved a relevant part of their competencies 
in a non formal or informal way and half of 
this population (the 36 percent of the whole 
sample) should access to a validation service if 
it was available. 

The most important target groups poten- 
tially interested in validation are: employed, 
unemployed, young people searching an occu- 
pational steadiness or the recognition of their 
voluntary experiences, immigrants. 

But as long as such a new service does not 
become actual and usable, can these needs 
ever emerge? 

3 

HOW, IN OPERATIONAL PRACTICE, 
ISTHE ENHANCEMENT OF NON- 
FORMAL LEARNING DEALTWITH? 

Daughter: Daddy, how much do you know? 
Father: Me? Hmm- I have about a pound of 
knowledge. 

D: Don’t be silly. Is it a pound sterling or a pound 
weight?! mean, really, how much do you know? 
F: Well, my brain weighs about two pounds and 
I suppose I use about a quarter of it - or use it at 
about quarter efficiency. So let’s say half a pound. 

(Gregory Bateson, 
“Steps to an Ecology of Mind”) 
Bypassing the issue of the potential users, 
which is fundamental for understanding how 
to proceed, let’s refer back to the purely tech- 
nical aspects of the issue. On the basis of the 
experiments conducted in Italy, and especially 
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veikia sia kryptimi, taciau vis dar nera ben- 
dros ir kartu suformuluotos nuostatos. Siuo 
metu Italijoje profesinio rengimo ir aukstojo 
mokslo sistemp dalyviai praktiskai (net zi- 
nodami, kad sio pobudzio veikia turetij jei- 
ti j jp nauj^sias funkcijas) turi labai mazai 
atramos taskp, nurodancip, kaip turetp vykti 
procesas, j k^ kreiptis ir kaip tai jteisinti. Me- 
ginimai pastaruosius desimt metp perkelti 
kitp salip sekmingus (ar laikomus sekmin- 
gais) eksperimentus nepadejo isspr^sti pro- 
blemos, bet is tikrpjp sukele sumaistj s^vokp 
naudojime. Tipiskas pavyzdys yra „Bilan de 
Competences"^ (pranc.), kuris visai nesie- 
kia pripazinimo ir socialinio kompetencijp 
tobulinimo praktikos, bet jo tikslas - palai- 
kyti darbuotojp kurybinius gebejimus ir kar- 
jeros progress, taip pat tausoti ir skatinti jp 
komp etentingum^. 

Skirtumas nera toks jau mazas. Nepaisant 
to, Italijoje balanso idejoje is karto jzvelgia- 
ma matavimo ideja, galbut ir yra objektyvi, 
ir, beje, daznai akivaizdziai taikoma kom- 
petencijp sudedamosioms dalims, kurios, 
kaip jau pastebejome, deja, labai sunkiai 
pamatuojamos. 

Todd pameginkime t^sti diskusij^, rem- 
damiesi keliais aiskiais bendraisiais elemen- 
tais. Neformaliosios zinios (t. y. neformalioji, 
ar numanoma kompetencijp dalis) turi kelet^ 
esminip bruozp: 

1. Daznai asmuo nezino jp turjs. 

2. Jp esme yra stipriai susipynusi su kon- 
tekstu, kuriame buvo mokomasi ir jgyjama 
patirties, taciau, svarbu pabrezti, kad tai ne 
konteksto tipas apskritai, o tiksliau vieninte- 
lis, apibreztas socialinis, kulturinis ar organi- 
zacinis kontekstas. 

3. Jos nera susistemintos, todd negali 
buti issamiai apibreztos. 


^ Prancuzi} institucine asmeninio kompetentingumo ana- 
lizes tvarka zinioms, jgudziains ir kompetencijoms pripazinti, 
apimanti asmens gabumus ir motyvus projektuojant karjer^ 
ir/ar planuoti profesinj perorientavim^ ar kvalifikacijos tobu- 
linimo projekt^. 


in Europe, it is possible to outline a logical, 
albeit not yet methodological, route towards 
a work scheme for recognising non-formal 
learning. The objective we have identified is 
thus to bring the non-formal and informal 
proportion of competencies to a framework 
of shared knowledge, in order to enhance 
and introduce it into the social information 
circuit. 

Therefore, at this point it should be stressed 
that, while it is true that the issue is complex, 
while it is true that many countries have moved 
in this direction, as of today there is not yet a 
common and shared approach. In practice, at 
the present time, an operator of the Italian VET/ 
HE system (even if he/ she knows that this type 
of practice may fall within his/her new fimc- 
tions) has very few reference points for knowing 
how to proceed, towards whom and with what 
type of legitimisation. The attempts made over 
the past ten years to transfer successful (or con- 
sidered such) experiments from other countries 
has not at all solved the problem; indeed, it has 
increased the terminological confusion. A typi- 
cal example is the “Bilan de Competences'*”, 
which does not refer to a practice of recognition 
and social enhancement of competencies at all, 
but it has the objective of supporting workers in 
their design abilities and career progress, as well 
as in the retention of their competence capital. 

The difference is not a small one. Never- 
theless, in Italy, the idea of a balance immedi- 
ately called to mind an idea of measurement, 
perhaps objective and, in addition, often ex- 
plicitly applied to a proportion of competencies 
which - as we have already observed - is inher- 
ently and fatally elusive. 

We will thus attempt to proceed by ap- 
proach and on the basis of the few clear and 
shared elements. Non-formal knowledge (i.e. 


* A French institutional practice for the analysis of knowl- 
edge, skills and competencies of an individual competence 
including his or her aptitudes and motives to define a career 
project and/or plan professional reorientation or training 
project. 
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4. Jos nera integruotos j socialinio pripa- 
zinimo sistem^, kadangi nera oficialiai pri- 
pazjstamos; ne viena institucija negali uz jas 
laiduoti. 

Pazvelkime, kokias logines pasekmes sie 
svarbiausi bruozai turi efektyvumui: 

1. Daznai neformalip zinip turetojas ne- 
zino jp turjs. 

Sis zinip tipas turi buti jtrauktas j as- 
mens zinip ir gebejimp planavimo sistem^. 
Si interpretacija gali buti atliekama arba gi- 
lumines analizes budu, pradedant nuo for- 
malizuotp kompetendjp (kurios, jei jomis 
remiamasi, be abejo, turi neformalpjj kom- 
ponent^), arba nuo darbines ar gyvenimo 
patirties apibudinimo. Si skaidrumo uztikri- 
nimo funkcija gali tureti ypatump, panasip j 
„Bilan“ ar tradicinj „konsultavimo karjerai" 
veiksm^. 

2. Jp esme yra stipriai susipynusi su kon- 
tekstu, kuriame sios zinios buvo Jgytos ir 
taikomos. 

Pirmasis zingsnis siekiant tokio isskir- 
tines naudojamos informadjos pateikimo 
yra „isvalyti“ is jos techninius ir aplinkos 
elementus, kurie pavercia informacij^ ma- 
zai vertinga ir nejmanoma apibendrinti. 
Sis veiksmas, nors ir budamas sudetingas 
techniskai, zinoma tampa informacijos nu- 
skurdinimo ir supaprastinimo priemone. 
Pavyzdziui, kompiuterip operatorius, dirb^s 
su labai sudetingomis sistemomis, retai pa- 
sitaikanciomis darbo rinkoje, privalo perin- 
terpretuoti savo patirtj ir prilyginti jq vidu- 
tiniam operatoriui, uzsiimanciam jprastine 
veikla darbo rinkoje. 

3. Jos nda susistemintos, taigi negali 
buti issamiai apibreztos. 

Trecia, butina apibrezti kompetencij^ 
pagal standartin^ charakterizuojancipj^ sis- 
tem^. Charakterizuojancioji sistema gali buti 
suprantama kaip profesinio rengimo aprupi- 
nimo planas (jei ketinama gauti studijp kre- 
dit^), arba kaip kompetencijp standartai ten, 
kur jie egzistuoja. 


the non-formal or tacit proportion of compe- 
tencies) has several essential characteristics: 

1. Often its owner is unaware of possess- 
ing it; 

2. Its essence is strongly interwoven with 
the context where such learning was learned 
and practised, however - it must be stressed - 
not to the type of context in general, but rather 
to that single, precise social, cultural or organi- 
sational context; 

3. It is not coded, so it cannot be described 
or stated exhaustively; 

4. It is not embedded in a system of social 
recognition because it has no ofiicial support: 
no institution can guarantee for it. 

Let us see what logical consequences these 
characteristics have on effectiveness: 

1 . . . often the owner of non-formal knowl- 
edge is unaware of possessing it. 

This type of knowledge has to be “rooted 
out” as well as, obviously, included in a frame- 
work of awareness and design ability of the in- 
dividual. This interpretation can be made either 
with an in-depth analysis starting from the for- 
malised competencies (which, if they have been 
practised, certainly contain a non-formal com- 
ponent), or from the description of the work 
and life experience. This function of reading 
and ensuring transparency may have character- 
istics similar to a ‘Bilan” or a traditional “career 
counselling” action. 

2 ... its essence is strongly interwoven with 
the context where such knowledge was learned 
and practised. 

The first step towards rendering such id- 
iosyncratic information usable is to “purify” it 
of the technical and environmental elements 
that make the information of little use and not 
possible to generalise. This operation, as well as 
being complicated on the technical level, surely 
entails the information becomes poorer and 
simplified. For example, a computer operator 
who has worked on highly advanced systems, 
not common on the labour market, must be 
able to reinterpret the experience made on the 
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4. Jos nera integruotos j socialinio 
pripazinimo sistem^, nes nera oficialiai 
pripazintos. 

Be to, svarbu, kad sip kompetencijp tu- 
rejimo garantijos butp formalizuotos ins- 
titucijos arba suinteresuotp asmenp, kurie 
taptp laiduotojais, nors jie nepriziurejo 
tobulejimo proceso. Sis grynai formalus 
veiksmas is tiesp negali isvengti gausybes 
problemp. Paminekime tik kelet^ jp: teisi- 
ne kvalifikacpp verte, vietinip ir centrinip, 
privacip ir viespjp institucijp santykiai, 
santykiai tarp profesines kvalifikacijas ir 
darbo rink^ reguliuojancip sistemp. Auks- 
ciau paminetieji klausimai yra rimtai siuo 
metu diskutuojami, jie ne vien techninio 
pobudzio. 

ISVADOS 

Pasitinkant pripazinimo issukj ir is tikrpjp 
vertinant individualp mokym^si placiu mas- 
tu, nesvarbu kaip ir kur jgyt^, laukia dar ilgas 
sudetingo darbo kelias. 

Mokslines ir politines diskusijos turetp 
pasiekti nauj^ brandesn^ faz§, ir jveikti kai 
kurias jiems poveikj darancias dviprasmy- 
bes ir kliutis. Siekiant aiskesnio ir apibrez- 
tesnio pagrindinip s^vokp supratimo dere- 
tp demesj sutelkti j socialinius poreikius ar 
potencialiai besidomincius asmenis, sukurti 
bendr^ metodologinj praktikos pagrind^ - 
kuriame butp isvardyti visi pagrindiniai ele- 
mentai, siekiant sio svarbaus tikslo. Euro- 
pos Komisija ir Europos profesinio rengimo 
pltoos centras (CEDEFOP) siuo metu ak- 
tyviai analizuoja siuos elementus, ypac jtei- 
sinimo procesp kokybes klausim^, kuris, 
kaip ir individuali pilietybes teise, yra es- 
minis dalykas pripazjstant mokym^si {CE- 
DEFOP, Europos formaliojo ir neformaliojo 
mokymosi jvertinimo gaires. Dokumento 
projektas, 2007 m. lapkritis). Cia nuose- 
kliai sekama geriausiais ir brandziausiais 


usual activities of an average operator on the la- 
bour market. 

3 ... it is not coded, so it cannot be de- 
scribed or stated exhaustively. 

Thirdly, it will be necessary to code the com- 
petency according to a standard reference system. 
The reference system may, each time, be identifi- 
able as a training-supply plan (if the intention is 
to arrive at a training credit), or on the basis of 
standards of competency, where they exist. 

4 ... it is not embedded in a system of social 
recognition because it has no official support. 

Lastly, it will be necessary to formalise the 
guarantee of the possession of these competen- 
cies by an institution or, better still, by a cir- 
cuit of actors, who become the guarantors even 
though they have not overseen the develop- 
ment. This purely formal act is really rife with 
problems. Just to mention a few: the legal value 
of the qualifications, the relationship between 
central and local institutions or between public 
and private bodies, the relationships between 
training qualifications and labour-market regu- 
lating systems. These are serious issues, under 
discussion today and not of a technical nature. 

CONCLUSIONS 

There is still a long way to route in dealing 
effectively with the challenge of recognising 
and really valuing in large scale the individual 
learning however and wherever acquired. 

The scientific and policy debate should 
now enter a new and more mature phase in 
order to overtake some ambiguities and ob- 
stacles affecting it. Reaching a clearer and 
joint knowledge around the basic concepts, 
better focusing the related social needs or po- 
tential interested population, better settling a 
common methodological framework for the 
practice: these are all key elements to face in 
order to gain this important result. The Eu- 
ropean Commission and CEDEFOP is now 
actively working on these elements, especially 
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Europoje jgyvendintais pavyzdziais: t. y. 
Didziojoje Britanijoje ankstesnio mokymo- 
si akreditavimas aukstajame moksle buvo 
jtvirtintas parengus „Ankstesnio mokymosi 
akreditavimo gaires“ (2004), kur labiausiai 
susitelkiama j kokybes principp ir procedu- 
rp uztikrinim^. 

Apibendrinant si^ trumps apzvalg^, bu- 
tina paaiskinti bandym^ isvengti vertinimo 
temos, kuri daugeliu atvejp laikoma esmi- 
niu klausimu, susijusiu su neformaliojo 
mokymosi pripazinimu. Taciau pasiekimp 
vertinimas, netgi tokip, kurie labiausiai pa- 
plit§ neformaliame kontekste, nera techni- 
ne problema: jis gali buti ir jau buvo atlie- 
kamas palyginti gerai istisais desimtmeciais 
jmonese, mokyklose ar kitose mokymo 
institucijose. 

Siekimas priskirti kritinj aspekt^ siam 
pereinamajam laikotarpiui yra jau kitas ele- 
mentas, kuris neturi jtakos rimtai apibre- 
ziant problem^. Klausimas, kaip jau mateme, 
keliamas ne „kaip“ vertinti, bet labiau kam 
ir kodd ir pagal kokius bendrai charakteri- 
zuojancius kriterijus. Ilg^ laik^ asmeninip 
dimensijp vertinimas vyko laikantis savp 
taisyklip. Taip yra ir klinikiniame, mokymo 
kontekste ar organizaciniame ir verslo kon- 
tekste. Sip taisyklip turi buti laikomasi nuolat 
siekiant vengti rizikos, imantis veiklos, kuri 
kontrastuotp su asmeninio mokymosi para- 
mos ideja. 

Pritarus egzistuojanciam mokymosi kon- 
tekstij. ir budtf {vairialypiskumui, gali buti dar 
labiau juntamas poreikis kontroles mechaniz- 
mams. PrieUngai tarn, kas vyksta vientisame 
ir centralizuotame poziuryje j svietimq, porei- 
kis matuoti iratrinkti asmenqpasiekimus, gali 
pasirodyti esqs ypatingos svarbos, svarbiausia 
nuostata, uztikrinanti sistemos, kaip visumos, 
egzistavimq. Poreikis matuoti ir atrinkti isky- 
la kaip neatiddiotinas skirtinguose lygmenyse 
ir jvairiuose kontekstuose - tiek jmonde, ku- 
rios samdo, skatina ir atleidzia darbuotojus, 
tiek mokyklose, kurios turi spr^sti, kam jos 


on the quality requirements of the validation 
processes which is a crucial point as far as the 
recognition of learning is assumed as an indi- 
vidual citizenship right (CEDEFOP, European 
Guidelines on Validation of non-formal and 
informal Learning, Draft Paper November 
2007). This pathway follows closely the route 
of the European best and more mature prac- 
tices: i.e. in United Kingdom the Accredita- 
tion of Prior Learning has been promoted and 
ruled in Higher Education also by drawing 
up “Guidelines on the accreditation of prior 
learning” (2004) focusing mostly on the qual- 
ity principles and procedures to be assured. 

To conclude this brief overview, it is neces- 
sary to explain the intention to avoid analyzing 
the topic of assessment, an issue considered in 
many cases as the key issue connected with the 
recognition of non-formal learning. Actually, 
the assessment of achievements - even those of 
a prevalently non-formal content - is not a tech- 
nical problem: it can be done, and has been done 
perfectly well for decades, in enterprises and of- 
ten in the school or other training agencies. 

The tendency to largely attribute a criti- 
cal aspect to this transition is another element 
that does not contribute to seriously deftne 
the problem. The issue, as we have observed, 
is therefore not “how” to assess, but rather /or 
whom, why, and with what shared reference cri- 
teria. For a long time the assessment of personal 
dimensions has had rules. This is how it is in a 
clinical context, training context, or organisa- 
tional/corporate context. These rules must be 
kept in mind constantly in order to avoid risk- 
ing in undertaking paths that contrast with the 
spirit of individual support. 

“With the acceptance of the existing hetero- 
geneity of the learning contexts and pathways, 
the need for control mechanisms can only be 
felt more strongly. Contrary to what happens 
in a monolithic and centralised approach to 
education and training, the need to measure 
and select individuals will prove to be of fun- 
damental importance, an essential assumption 
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suteiks teis^ j issilavinimq. (....) Siuo atveju 
pradeda veikti etine vertinimo dimensija. Me- 
todologinio veiksmingumo klausimas nera tik 
galimybiq ir techninio pobudzio apribojimq 
problema, greiciau, atvirksciai - gali buti sun- 
kiai pamatuojama, iki kokios ribos turi buti 
leidziama vertinimo metodams jsiskverbti j 
asmens sferq. 

(Jens Bjornavold, CEDEFOP, 
„Mokymosi darymas matomu“) 
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as a whole. The need for measuring and select- 
ing appears increasingly urgent at the different 
levels and in various contexts, from enterprises 
that recruit, promote and retire individuals, to 
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